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ABSTRACT ARTICLE HISTORY 
This study examined the preparedness of Nepali teachers of English as a Foreign 
Language to teach online. It considered various factors, including demographic 
(gender, age, and education) and professional contexts (school location—rural vs. 
urban, teaching level—basic vs. secondary, employment status—permanent, 
temporary, relief grant quota, institutional, or school type—institutional vs. 
community), along with their ability to reconfigure content prepared for conventional 
teaching to online teaching. An online survey of 236 EFL school teachers was 
analyzed using SPSS 20.0, with findings presented through tables, a heat map, and 
bar diagrams. Results indicated that the preparedness determinants include ICT skill 
training, school type (institutional vs. community), school location (urban vs. rural), 
job nature, and academic qualification. The findings also showed training and 
institutional context as driving forces behind EFL teachers’ digital preparedness. 
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1. Introduction  

The integration of ICT into the teaching-learning process has become a common 
practice in recent years, helping teachers meet students' learning needs through new 
technological approaches rather than traditional ones (Ghavifekr & Rosdy, 2015). 
Teachers are now expected to utilize ICT as a teaching aid to promote active, self-
directed, and constructive learning (Luhamya et al., 2017). Despite the rapid expansion 
of the internet, virtual learning remains a luxury, particularly in rural areas, due to 
inadequate infrastructure (Upadhyay et al., 2021). Recently, it has emerged as a sudden 
alternative to face-to-face classes, especially during the global pandemic, posing 
challenges for all stakeholders: learners, educators, and parents (Collado et al., 2024). 
With technological advancements, teachers face a crucial choice: either upgrade their 
skills or risk becoming outdated (Rashid et al., 2021). Many teachers value face-to-face 
interactions with students, as they can assess each student's expressions and adjust 
teaching strategies accordingly. They fear that shifting to virtual learning might diminish 
the quality of teacher-student connections and hamper engagement. This concern was 
validated during the transition to virtual learning, which, among other challenges, made 
it difficult to sustain the same level of engagement and adaptability (Gao & Shi, 2023; 
Nepal & Atreya, 2020). Against this backdrop, it is vital to investigate teachers' readiness 
for virtual teaching, as it is one of the key determinants of students’ success (Mayo & 
Bradley, 2023; Damien & Claire, 2022). 

The integration of ICT in the teaching-learning process has become a common 
practice in recent years, supporting teachers to meet students' learning needs with new 
technological approaches as opposed to traditional ones (Ghavifekr & Rosdy, 2015). It 
is expected of a teacher to utilize ICT as a teaching aid, in particular, to make active 
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learning, self-learning, and constructive learning more effective (Luhamya et al., 2017). 
Despite the rapid expansion of the internet, virtual learning remains a luxury, particularly 
in rural areas, due to inadequate infrastructure (Upadhyay et al., 2021). In recent days, 
it emerged as a sudden alternative to face-to-face classes, particularly in the time of a 
global pandemic, posing challenges for all stakeholders: learners, educators, and 
parents. With the advancement in technologies, teachers have to encounter a crucial 
bifurcation: either upgrade their skills or risk being outdated. Many teachers believe in 
face-to-face interactions with students, where they can assess each student's expression 
and adjust their teaching strategies accordingly. They fear that shifting to virtual learning 
might spoil the quality of the connection with their students and hamper engagement. 
This fear was proven right during the move toward virtual learning that, among other 
things, made it difficult to sustain the same engagement and adaptability (Gao & Shi, 
2023; Nepal & Atreya, 2020). Against this backdrop, it is vital to look into the aspect of 
teachers' readiness for virtual teaching, as it is one of the key determinants of students’ 
success (Mayo & Bradley, 2023; Damien & Claire, 2022). 

Teacher preparedness generally refers to the pedagogical and content 
knowledge derived from academic programmes that aim to cultivate quality and effective 
teaching-learning strategies alongside content knowledge and practical competence 
(Holmes, 2011; Hagger & McIntyre, 2006). Universities worldwide offer diverse teacher 
education programs to prepare future educators. Such programs encompass skills for 
teachers’ professional development, ensuring their graduates can enter classrooms 
confidently and adeptly manage the complexities of teaching (Kiamba & Mutua, 2017). 
As teacher preparedness is critical for professional development, most novice teachers 
undergo intensive teacher education programs (Akdemir, 2019). In Nepal, such teacher 
education courses are mainly delivered by the universities. Since 1948, when the first 
Basic Education Teacher Training Center in Kathmandu was established to train primary 
school teachers, teacher education and training have remained a prime concern of 
authorities (Awasthi, 2010). These courses are supposed to equip graduates with the 
required content knowledge and pedagogical skills. 

Recently, the integration of ICTs in pedagogy has been acknowledged as an 
essential and unavoidable component of effective teaching. After the unprecedented 
onset of COVID-19, which rendered the traditional chalk-and-talk teaching method 
ineffective, ICT integration into education became a pressing need. This necessitated a 
shift to technology-integrated instruction, requiring a fundamental change in existing 
pedagogical practices (Thapaliya et al., 2023; Al-Awidi & Aldhafeeri, 2017). As a result, 
teachers began to embrace the integration of ICT into pedagogy as a significant practice, 
even though they had previously viewed it as external and imposed (Watson, 2001). 

In other words, the digital skills that were once seen as supplementary became 
essential during that period, including in Nepal, where the adoption of virtual classes for 
school teaching gained momentum in the post-COVID-19 period, despite challenges 
such as limited internet access, affordability, and the persistence of a significant digital 
divide that hampers the equitable use of technology in education (Nepal & Atreya, 2020, 
Damarin, 2002) creating digital inequalities (Shah et al., 2025). To bridge this gap, 
teachers need to be digitally prepared. As digital literacy has become an urgent 
necessity, particularly in emergencies, teachers’ preparedness for virtual classes is 
essential for achieving the desired outcomes. This study aims to assess the 
preparedness of English teachers in Nepal to implement online teaching in school-level 
education, especially during emergencies. The research focuses on teachers' responses 
to assess their preparedness for teaching online and their ability for ICT integration, 
which “brings about powerful learning environments and helps students to deal with 
knowledge in active, self-directed and constructive ways (Luhamya et al., 2017, p. 21).”  
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During emergencies, when public life is restricted, education is also adversely 
affected (Shah et al., 2025). However, it can resume in an online format despite 
disruptions. This underlines the successful integration of ICT into the education system, 
which is a complex task that not only requires the technology but also the curriculum, 
pedagogy, institutional promptness, teachers' skills, long-term funding, government 
policy on ICT in schools, and so on (Enu et al., 2018). However, this study is limited to 
examining the preparedness of English teachers for online teaching and its determining 
factors, offering insights that can help policymakers take immediate measures to 
enhance the effectiveness of online classes. This study is significant because, despite 
several studies on teachers’ preparedness, such as Akdemir (2019), Al-Awidi and 
Aldhafeeri (2017), Holmes (2011), Kiamba and Mutua (2017), Hasyim et al. (2024), etc., 
none of them addresses the context of teachers’ preparedness in Nepal. 

 
2. Method 

An online survey was conducted for this study. Like surveys administered by an 
interviewer who records responses on paper (Callegaro et al., 2015), online surveys are 
reliable and cost-effective methods of data collection (Madariaga et al., 2017). They are 
recognized for their richness, efficiency, and flexibility (Evans & Mathur, 2005). Despite 
these advantages, online surveys raise concerns about the voluntary participation of 
respondents, which can compromise the sample's representativeness (Hooker & de 
Zúñiga, 2017). Therefore, great care is needed in distributing the survey link. While 
online surveys have certain limitations, such as coverage bias, self-selection bias, and 
low or no response rates, they also offer benefits such as cost efficiency, broader reach, 
convenience, and flexibility (Sue & Ritter, 2007; Callegaro et al., 2015). For data 
collection, an email containing the survey link was sent to 360 teachers, and to mitigate 
the shortcomings of online surveys, additional follow-up requests and notifications were 
made (Sammut et al., 2021). By the time the intervention began, 236 responses had 
been received and were utilized in the study. The statistical analysis of the responses 
was performed using SPSS 20.0 and Julius AI, an AI assistant for data analysis that 
employs Python programming as a tool for data analysis and visualization, making it 
suitable for researchers without data science expertise (Kumar et al., 2025). 

 
3. Results and Discussion 

In this section, the statistical significance of teachers’ preparedness with (i) the 
gender of the respondents, (ii) their age, (iii) the highest academic qualifications of the 
respondents, (iv) their training in basic ICT skills (v) level of school education they teach, 
(vi) type of school they teach, and (vii) location of the school (urban or rural) has been 
calculated. 
3.1 The Demographic and Professional Details of the Respondents 

This section includes the demographic and professional information of the 
respondents consolidated in two tables: demographic characteristics (age, gender, and 
academic qualifications) and professional characteristics (level of teaching, basic ICT 
training, school type, local body type, and nature of job). 

Table 1. Demographic Characteristics of Respondents 
Variable Category Frequency Percent Cumulative Percent 

Age (in Years) 
20–29 49 20.8 20.8 
30–39 109 46.2 66.9 
40–49 61 25.8 92.8 
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50 and above 17 7.2 100 

Gender Male 184 78 78 
Female 52 22 100 

Academic 
Qualification 

Master’s Degree 164 69.5 69.5 
Bachelor’s Degree 52 22 91.5 
Above Master’s 12 5.1 96.6 
Class 12 or less 8 3.4 100 

Total   236 100 
 

Table 1 shows that nearly half of the survey respondents (46.6%; n=109) were 
from the 30-39 age group, followed by those in the 40-49 age group (26.1%; n=61). 
Similarly, 20.9 percent (n=49) of respondents were from the 20-29 age group. Only 6.4 
percent (n=15) of respondents were over 50 years old. In addition, more than three-
fourths (78.6%; i.e., n=184) of the survey participants were male, while slightly less than 
one-fourth (22%; i.e., n=52) were female. Therefore, most respondents who completed 
the questionnaire were in the 30-40 age group, and a significant majority (78.6%) of them 
were male. In conclusion, the survey respondents were predominantly male teachers 
aged 30-49, indicating a workforce largely composed of middle-aged men. 

Table 2. Professional Characteristics of Respondents 
Variable Category Frequency Percent Cumulative Percent 
Level of 
Teaching 

Basic 73 30.9 30.9 
Secondary 163 69.1 100 

Basic ICT 
Training 

Yes 144 61 61 
No 92 39 100 

Type of 
School 

Community Schools 167 70.8 70.8 
Institutional Schools 69 29.2 100 

Local 
Body Type 

Metropolitan City 32 13.6 13.6 
Sub-metropolitan City 31 13.1 26.7 
Municipality 138 58.5 85.2 
Rural Municipality 35 14.8 100 

Nature of 
Job 

Institutional 69 29.2 29.2 
Permanent 114 48.3 77.5 
Relief Grant Quota 27 11.4 89 
Temporary 26 11 100 

Total   236 100   

Table 2 provides the professional details of the survey participants. Here, two-
thirds of the teachers (69.1%, n = 163) were secondary-level teachers, while the 
remaining 30.9% (n = 73) were basic-level teachers. Similarly, 70.8% (n = 167) were 
community school teachers, while 29.2% (n = 69) were institutional school teachers. Out 
of the 236 respondents, a clear majority—over three-fifths (61%, n = 144)—had received 
some form of ICT training that could be used in online teaching. Regarding local 
governing bodies, most of the teachers who participated in the study were teaching in 
municipal territories (58.5%, n = 138). Additionally, 13.6% (n = 32) taught in metropolitan 
city territories, and 13.1% (n = 31) were involved in sub-metropolitan city schools. In 
contrast, only 14.8% (n = 35) of respondents were teaching in rural municipality schools. 
Thus, the table indicates that nearly 85% of the teachers who participated in the survey 
came from urban or suburban schools. The participants were also asked about the 
nature of their employment. In total, nearly half (48.3%, n = 114) of the respondents held 
permanent positions, while about 29.2% (n = 69) were teaching at institutional schools.  
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Additionally, 11.4% of the participants (n = 27) were from the Relief Grant quota, 
whereas about 11% (n = 26) were temporary teachers. The results suggest that most of 
the surveyed teachers who worked at the secondary level of education had received 
some form of ICT training, primarily in community schools located in urban or suburban 
municipalities, with nearly half being permanent staff. Therefore, the respondents 
represented a professionally stable, predominantly urban-based teaching workforce. 

Regarding the educational background of the respondents, most held a master’s 
degree (69.5%, n = 164). Similarly, 22% (n = 52) of the respondents held a bachelor’s 
degree. Twelve of them (5.1%) held a degree above the master’s level, and 3.4% (n = 
8) had completed education up to grade 12 or below. 
4.2 Teachers’ Preparedness 

Teachers' role is critical in encouraging learners towards the use of the internet in 
education, as more and more children move towards the use of the internet for almost 
every facet of their lives (Tsai, 2012). The teachers should be competent with skills as 
well as initiative to fulfill this role. Accordingly, respondents were consulted about their 
preparedness for online teaching and their capability to integrate Information and 
Communication Technologies (ICTs) in the classroom, with their adaptability of 
traditional content for online delivery. The responses are presented below: 

 

 
Figure 1. Visualization of data on English teachers' preparedness for online teaching 

As illustrated in Figure 1, among the 236 English teachers surveyed, just over half 
(54.2%) admitted they were not prepared to teach, while 45.8% expressed confidence in 
their readiness. The frequency of ICT tool usage in classrooms varied notably: 29.7% 
reported using them very frequently, 22.5% occasionally, and 41.26% rarely. In terms of 
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the frequency of ICT tool usage in online classrooms, teachers reported varying levels 
of use: 29.7% reported using tools very frequently, 22.5% occasionally, and 41.26% 
rarely. Only 12.3% of teachers stated they "always" used ICT tools in instruction, while 
3.8% stated they "never" used them. When asked if they felt they could customize 
content for online teaching, 57.6% agreed with the statement, while 35.2% strongly 
agreed. Additionally, 4.7% were unsure, 2.1% disagreed, and only 0.4% strongly 
disagreed. These descriptive findings provided the basis for examining whether teacher 
factors—such as experience, professional learning, or access to technology—impacted 
the readiness and adaptability of English teachers for online teaching and learning. 
4.3. Determining Factors of English Teachers’ Preparedness for Online Teaching 

This section conducts a bivariate analysis to examine the relationship between 
dependent and independent variables using various statistical tools in SPSS. In 
quantitative research, “bivariate analysis usually aims to examine the empirical 
relationship between two variables” (Jung, 2019, p. 962). This analysis identifies the 
causal relationship between dependent and independent variables using statistical tools. 
Such analyses determine whether an association exists, the strength of the association, 
or whether there are differences between two variables (Cui & Greatorex, 2014). 

In this inquiry, the age of the respondents, their gender, the type of local governing 
body they teach under, the type of school (institutional or community), the nature of their 
job (permanent, temporary, or institutional), the level they teach (basic or secondary), 
their highest academic qualification, and ICT training were the independent variables, 
while respondents’ preparedness to teach, their ability to use ICT in the classroom, and 
their ability to customize content for online teaching were the dependent variables. 
4.4. The Causal Relationship Between Dependent and Independent Variables  

The causal relationship between both types of variables was measured to 
determine statistical associations. The chi-square test was used to assess the 
association between dependent and independent variables, with a level of significance 
set at p=0.05. 

 
Figure 2. Statistical Association Heat Map Between Dependent and Independent 

Variables 
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Following the Chi-Square Test, the associations between the dependent 
variables—preparedness to teach, ability to use ICT tools in class, and ability to 
customize content for online teaching—and independent variables such as age group, 
ICT training, governing body, nature of the job, level of teaching, type of school, and 
highest academic qualification were visualized in a heat map of p-values, where darker 
colors indicate stronger statistical significance (p < 0.05). In the case of preparedness to 
teach, strong associations were observed with ICT training, (p=0.0002), governing body 
(whether the teacher teaches in an urban or a rural area, p=0.0000); nature of the job; 
i.e., permanent, or temporary (p= 0.0000); type of school, i.e.; institutional or community 
(p= 0.0000); and highest academic qualification (p= 0.0428), and weak associations 
were observed with age group (p=0.1600); and the level of teaching (p=0.1013). 
Similarly, the ability to teach using ICT tools in class was significantly related to ICT 
training (p=0.0004); nature of the job (p=0.0525); and level of teaching (p=0.0069), while 
no significant associations were found with age group (p= 0.2359); governing body (p= 
0.8307); type of school (p= 0.0638); or highest academic qualification (p=0.0851). 
Moreover, the ability to customize content for online teaching was significantly 
associated only with the level of teaching (p=0.0008), while no major associations were 
seen with age group p=0.6477); ICT training (p= 0.0435); governing body (p= 0.4380); 
nature of the job (p=0.1013); type of school (p=0.7570); and highest academic 
qualification (p= 0.5828). Findings imply that whereas ICT training, nature of the job, and 
type of school were strong factors predicting preparedness for online teaching in English 
teachers, the ability to customize content online was highly dependent on the level of 
teaching, indicating divergent influences of these factors along different dimensions of 
preparedness. 

 
Figure 3. Bar Chart of Significant Associations Between Dependent and Independent 

Variables 

Further, to complement the heat map analysis, a bar chart is presented, focusing 
solely on the significant associations (p < 0.05). In the bar chart, the most important 
associations disclosed through analysis involved several key factors that contributed to 
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the preparedness of English teachers to teach online. Preparedness to teach online is 
strongly correlated with the school location (urban or rural), meaning the geographic 
setting of the school affects teachers’ preparedness. This is also expressed in Shah et 
al. (2025), who acknowledge geographical location as a key determining factor of the 
digital access of the learners, along with their attitudinal factors and economic 
backgrounds. Similarly, it correlates with the type of school, nature of the job, ICT 
training, and academic qualification, indicating that these factors significantly affect their 
preparedness to teach online. Likewise, the ability to use ICT tools for classroom 
application is strongly associated with the permanent or temporary nature of teachers' 
job, their training in ICT, and community and institutional types of school, while content 
customization for online teaching is strongly correlated with the level they teach, nature 
of the job, and training in ICT. 

These associations underscore ICT training and school type as vital factors 
affecting English teachers' preparedness as well as their ability to utilize and adapt ICT 
tools and content. However, while the bar chart displays these significant relationships, 
it does not indicate which categories within each independent variable (e.g., urban-rural, 
permanent-temporary) are more closely or otherwise associated with the dependent 
variables, and this is manifested in Table 3 below. 

To address this gap, Table 3 provides a list of categories in each independent 
variable that are more strongly associated with the dependent variables expressed in 
percentage. For example, urban teachers were found to be more prepared than their 
rural counterparts for online teaching (53.4% vs. 40.0%), and those with ICT training 
were more prepared (58.7%), more skilled at ICT use (47.1% use tools very frequently 
or always), and more able to adapt content (69.6% agree/strongly agree) than those 
without training (29.6%, 12.2%, and 43.9%, respectively). Additionally, teachers in 
institutional schools were rated better (68.6%) and more frequent users of ICT tools 
(48.6% very frequently/always) than community school teachers (37.3% and 25.9% 
respectively). This provides yet another example of how school type influences the 
readiness set for online teaching. This table complements the heat map and bar chart 
by detailing the specific categories driving the significant associations, offering a deeper 
understanding of the factors affecting English teachers’ preparedness for online 
teaching. 

Table 3. Key Factors Shaping Online Teaching Readiness 
Variables Stronger Category (Effect) 
Dependent Independent 
Preparedness to 
teach online 

School 
location Urban (53.4% prepared) vs. Rural (40.0%) 

Preparedness to 
teach online 

Type of 
school 

Institutional (68.6% prepared) vs. Community 
(37.3%) 

Preparedness to 
teach online 

Nature of the 
job 

Relief Grant Quota (62.5% prepared) vs. 
Permanent (41.4%), Temporary (48.4%) 

Preparedness to 
teach online ICT training Trained (58.7% prepared) vs. Not trained (29.6%) 

Preparedness to 
teach online 

Academic 
qualification 

Above Master’s (61.5% prepared) vs. Master’s 
(47.5%), Bachelor’s (44.0%), Class 12 or less 
(30.0%) 

Ability to use ICT 
tools in class 

Nature of the 
job 

Permanent (34.4% very frequently/always) vs. 
Relief Grant Quota (29.2%), Temporary (29.0%) 
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Ability to use ICT 
tools in class 

Training in 
ICT 

Trained (47.1% very frequently/always) vs. Not 
trained (12.2%) 

Ability to use ICT 
tools in class 

Type of 
school 

Institutional (48.6% very frequently/always) vs. 
Community (25.9%) 

Ability to 
customize content 

Level of 
teaching 

Secondary (67.6% agree/strongly agree) vs. Basic 
(47.0%) 

Ability to 
customize content 

Nature of the 
job 

Temporary (64.5% agree/strongly agree) vs. 
Permanent (61.1%), Relief Grant Quota (47.9%) 

Ability to 
customize content ICT training Trained (69.6% agree/strongly agree) vs. Not 

trained (43.9%) 

Note. Percentages reflect the proportion of teachers who responded as prepared, used 
ICT tools very frequently or always, or agreed/strongly agreed to customizing content. 

A concise overview of findings is provided in Table 4, listing all significant 
associations on the bar chart that summarizes relationships between independent and 
dependent variables. This table further affirms the insights from the heat map—a tool 
used for data visualization that uses color gradients or grayscale to represent values in 
a table or matrix, with the color pattern changing based on data variations— which 
presented significant associations, and the bar chart— a standard tool for graphic 
representation of proportion or quantity within whole category— which listed the key 
factors involved (Elzer et al., 2010, Sosulski, 2018). ICT training, for example, is seen to 
affect all three aspects of online teaching readiness—ICT tool use, content adaptation, 
and preparedness, while the type of schools and nature of the job also recur in several 
of the dependent variables. This summary table serves as a quick reference to the 
relationships influencing English teachers' online teaching preparedness. 

Table 4. Summary of Significant Associations 
Variables Direction of Association 

  Dependent   Independent  

Pr
ep

ar
ed

ne
ss

 to
 te

ac
h 

on
lin

e School location Urban teachers are more prepared than rural 
teachers 

Type of school Institutional school teachers are more prepared 
than community school teachers 

Nature of the job Relief Grant Quota teachers are more prepared 
than permanent or temporary teachers 

ICT training Trained teachers are more prepared than 
untrained teachers 

Academic 
qualification 

Teachers with above Master’s are more 
prepared than those with lower qualifications 

Ab
ilit

y 
to

 u
se

 I
C

T 
to

ol
s 

in
 c

la
ss

 

Nature of the job Permanent teachers use ICT tools more 
frequently than Relief Grant Quota or temporary 

ICT training Trained teachers use ICT tools more frequently 
than untrained 

Type of school Institutional teachers use ICT tools more 
frequently than community 
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Ab
ilit

y 
to

 
cu

st
om

iz
e 

co
nt

en
t  

Level of teaching Secondary-level teachers are more likely to 
customize than basic-level teachers 

Nature of the job Temporary teachers are more likely to customize 
than permanent or Relief Grant Quota 

ICT training Trained teachers are more likely to customize 
than untrained ones 

 

4. Conclusion 
The results of the study on the preparedness of EFL teachers in Nepal, assessed 

through the lens of demographic and professional contexts, present a multifaceted 
picture. The pervasive influence of ICT in all aspects of life has made teachers' 
preparedness for digital pedagogy an essential requirement. However, emergencies 
such as the COVID-19 crisis have accelerated this discussion, underscoring the 
unavoidable shift toward emerging forms of educational delivery in classrooms (Hasyim 
et al., 2024). Yet, the finding that 54.2 percent of the teachers admitted to feeling 
unprepared for online teaching reflects a significant gap that needs to be bridged if the 
quality of education is to be maintained and safeguarded, particularly under emergency 
conditions (Shah et al., 2025). 

Findings indicate that a digital divide exists, creating unequal opportunities in 
teachers' content delivery in classrooms, and advocate for strong and accessible 
professional development programs to equip teachers with the necessary digital skills 
(Nepal & Atreya, 2020; Damarin, 2002). This disparity in teachers' preparedness affects 
the extent to which they can utilize ICT for pedagogical benefits, such as increasing 
motivation, assisting in recalling lessons, and providing systematic feedback (Enu et al., 
2018). Moreover, the study reveals that disparities associated with the digital divide 
expose the unequal distribution of digital skills among teachers (Upadhyay et al., 2021), 
which are influenced by multiple factors. 

To address the gap in teacher readiness for online teaching, policy interventions 
are necessary alongside individual and school-level efforts. Strong prioritization of ICT 
infrastructure, especially in rural areas, and the incorporation of digital literacy training in 
teacher education will address diverse needs across school types, employment 
categories, and school locations. These efforts will enhance teachers' digital literacy, 
thereby ensuring greater resilience and equity in Nepal's education system. Immediate 
and long-term policy initiatives are essential to support effective online teaching, 
ensuring that EFL teachers are well-equipped to handle digital pedagogy challenges and 
deliver quality education during adverse times. 
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